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ABSTRACT
An Analysis of Two Styles of Teacher/Client Interactions
September 1983
Madalyn E. Tyson, B.S., Temple University
M.Ed., Temple University
M.S., Ph.D., University of Massachusetts
Directed by: Professor Beth Sulzer-Azaroff
The purpose of this study was to compare two antecedent styles of
teacher/client interactions in their effects on clients' compliance as well
as other task related variables. In addition, two follow-up components
investigated if both (a) independent raters could differentiate the two
styles of interaction, and (b) teachers would apply a new approach in the
classroom. A total of 180 ten minute video-taped sessions were conducted
with three teachers and two severely developmentally disabled young adults
.
In each of the sessions, the following scenario transpired: one teacher
would (a) bring the client into the experimental room, (b) sit at the table
with the client (c ) involve the client in the four activities present, and d)
clean up and leave. A multielement design, with a multiple baseline across
teachers, was used. During Baseline sessions, a teacher was instructed to
do the above. After the baseline condition, each teacher was given
training to interact in one of the two styles. In Command sessions, a
teacher decided where the client was to sit, what activity the client would
do, and gave verbal commands to the clients using an even-toned voice
V
intonation. Request conditions involved: choices between the activi-
ties, requests as opposed to conmands, and a specified voice intonation
characterized by a rising inflection at the end of a sentence. Prior to
either Command or Request conditions teachers were given a corresponding
script, to both cue teachers and to ensure that each teacher made at least a
minimum number of verbalizations per session. The coding system used 120
five second intervals with 12 indices scored per interval. One-third of
the sessions were rescored by naive observers. Inter-observer agreement
indices ranged from 58-93^, with an overall mean of approximately 7Q%.
Results indicated that, over time and regardless of teacher, the Request
condition occasioned higher rates of compliance by the clients, despite few
differences were noted between the use of praise by the teachers. During
the in-class follow-up, teachers followed a style of interaction highly
similar to the request style. The k6 naive validation raters viewed 6 two
minute samples of request and command sessions. They characterized the
request sessions as being significantly more requesting and less coercive
than command sessions.
vi
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CHAPTER I
INTRODUCTION
In settings for the developmentally disabled, the management of client
behavior has been a major focus of educational programming. For the most
part, the focus is directed at building repertoires of functional skills
that will maximize a client's ability to live more independently. Compo-
nent skills are painstakingly taught eventually to constitute the complex
behavioral repertoires necessary for the client to adapt to a less
restrictive environment.
To achieve this end, applied behavior analysts often find that they are
beset by staff requests to reduce clients ' problem behaviors that interfere
with the learning of more beneficial repertoires. Examples of these beha-
viors include noncompliance with staff requests, various forms of self-
abuse (i.e., head-banging, arm-biting), self-stimulation (i.e., rocking,
hand-weaving, hand-twirling), pica and temper tantrums. In many cases,
these problem behaviors may overlap as when clients do not comply to staff
requests and engage instead in various forms of problem behaviors
.
Noncompliance is considered to be a particularly persistent and preva-
lent problem among deviant children (Neef, Shafer, Egel, Cataldo & Parrish,
1983; Russo, Cataldo & Cushing, 198l), as well as the developmentally
disabled. A variety of techniques involving the contingent application of
specific consequences have been developed to reduce noncompliance and other
1
2problematic client behaviors. According to ethical standards, the focus
must be initially on the use of the least restrictive approach before
resorting to more aversive techniques (May, Risley, Twardosz, Friedman,
Bijou, Wexler, et al.
, 19T5). Simple extinction procedures or differ-
ential reinforcement of other behavior (DRO; see Sulzer-Azaroff & Mayer,
19TT) generally are employed at first. If these types of approaches fail,
more restrictive procedures such as time-out, overcorrection, response
cost or restraint might be implemented with successful results.
The implementation of restrictive techniques has some drawbacks.
Russo, et al.
,
(l98l) pointed out that undesired side effects can occur with
the direct application of any procedure applied contingently on either the
occurrence or nonoccurrence of a target behavior. Teachers and staff may
inadvertently provide attention to inappropriate behavior by using the very
same procedures that are intended to reduce this behavior.
An additional consideration is that teachers may often need to be
coercive in order to limit problematic behaviors; that is, reductive
procedures ( i .e, those techniques applied contingently to lessen the occur-
rence of specific behaviors) encourage the teacher to in effect tell a
client, "You do it my way or else!" In some circumstances one might
legitimately question the types of demands that teachers do place on
clients. Alternatives to the use of traditional aversive procedures, in
fact, are advocated by a number of persons (e.g., Carr, Newsom, & Blinkoff,
19T6; Russo, Carr, & Lovaas, 1980), especially to enable attention to focus
on the building of adaptive behavior repertoires.
3A further difficulty arises when, despite careful application, more
restrictive reductive procedures do not affect prohlem behaviors . It is
not unusual to see a time-out program maintained for a number of years
despite a lack of improvement in the client ' s behavior . Additionally, once
the most restrictive techniques have been implemented and failed, few
options remain for more avers ive approaches to control behavior. There
simply may be no other way to proceed ethically.
Thus, given the severe limitations with the current use of aversive
techniques to change clients' problem behaviors, other avenues need to be
explored to circumvent these problems . Contingently reinforcing alterna-
tive, appropriate behavior is one method of avoiding the need to apply
aversive reductive techniques
. A number of studies have demonstrated that
compliance can be increased, in some cases, through contingently applying
various types of rewards, such as attention (Peed, Roberts & Forehand, 19TT,
praise (Shutte & Hopkins, 1970) and preferred activities (Baer, Rowbury &
Baer, 1973). Russo et al. (I98l), for example, reduced clients' aberrant
behaviors by directly reinforcing their compliance with adult requests
.
For some clients, it is often difficult to identify or manage conse-
quences that systematically might reinforce more appropriate behavior.
Therefore, what seems necessary are other means to promote constructive
client behavior, in particular those that require little coercion from the
teacher or other staff to implement. An alternative approach might call
into question the very nature of inappropriate behavior, and provide a
reconceptualization of the interaction between teachers and noncompliant
1;
clients. Such an approach could focus on the specific antecedents that
might affect client responding.
In turning to a vast array of theoretical literature, an intuitively
appealing but as yet relatively undocumented approach could involve examin-
ing the power, or control and coimter-control, relations between staff and
clients (Peterson, 1976)
.
This type of analysis may prove useful eventual-
ly in creating alternative, constructive approaches to encoiirage clients to
engage voluntarily in more socially acceptable and functional behavior.
As expressed by Peterson (19T6) and other authors (e.g.
,
Gordon, 1970)
in their discussions of the interactions between parents and children, a
theoretical analysis of power and control, extended to teachers and the
severely retarded, could be conceptiialized as follows : Clients and teach-
ers are engaged in an unequal power situation. In contrast with their
severely retarded students, the teachers have more control at their
disposal in terms of job status, verbal skills, administrative support,
more complex behavioral repertoires, and their ability to manage contin-
gencies of reinforcement. Clients, in turn, may exert counter-control
over staff in inappropriate ways (i.e., non-compliance, temper tantrums,
self-stimulation, etc. ) , that ultimately can function to enable the client
to avoid responding to staff requests.
In reaction, staff might employ increasingly more powerful tech-
niques, in the form of response cost, time-out and restraint, to achieve
control over client behavior. However, if these procedures are not
eventually successful, staff will literally run out of power techniques.
5The issue of power is not new to psychology. The intricate interplay
in hioman relations has been subject to conceptual analyses by countless
individuals, from a variety of disciplines within the social sciences:
behavioral psychologists (i.e., Peterson, 1976; Skinner, 1953; 1971; Tharp
& Wetzel, 1969), family therapists (i.e., Haley, I969; Minuchin, 197I;;
Watzlawick, Beavins, & Jackson, I967), social psychologists and sociolo-
gists (i.e.
,
Deutsch & Krauss, 1965; Goffman, 1959; Mehrabian, 1970 ) as well
educational specialists who advocate Parent Effectiveness Training (i.e.
,
Dinkmeyer & McKay, 1976; Gordon, 1970; 197^*). The issues of power, control
and counter-control, are also associated with other pertinent topics such
as freedom, choice and preference.
The general emphasis of this thesis, however, departs from the work of
the aforementioned authors in several ways. The introduction integrates
some of the work of a number of social scientists into an overview of the
supposed nature of power and control, along with related topics . Addition-
ally, the study that was conducted attempted to provide a functional rather
than a conceptual account of some aspects of the interaction between clients
and teachers, especially in terms of promoting client compliance. Final-
ly, the analysis is extended to a specific population: the severely
developmentally disabled.
This last point requires some elaboration. The relation between the
status of normal adults and the severely retarded might be viewed as very
different than relationships between other individuals . As indicated pre-
viously, teachers of the severely retarded tend to have the upper hand in a
number of ways. While children are in the same position in respect to
adults, the expectation is that children will become increasingly more
independent of adult intervention. Even though in the developmental disa-
bilities field there is a current trend towards advocating that each client
achieve the greatest level of independent functioning, the expectation with
severely retarded clients is that they will always require a great deal of
assistance. Thus
,
it may be difficult to determine how much responsibility
teachers should allow their developmentally disabled students.
The intent of this thesis, however, is not to examine methods for
equalizing the power, or control and counter-control, between the two
groups; rather, it seeks to analyze methods to narrow the disparity of
"control" in teacher-client interactions. Ultimately, the goal is to
determine how these methods might affect client behavior in general.
The remainder of this introduction will be subdivided into a number of
related topics: a more thorough discussion of the rationale for this
project; an integration of contemporary views concerning the parameters
of control in human relations ; and a description of both the relevant basic
experimental and applied research conducted during the last decades and of
the goals of the present study.
The Need for an Analysis of Power/Control
To illustrate the rationale behind the purpose of this study, a few
examples are necessary. Some are anecdotal in nature, but will be support-
Ted by literature when appropriate.
In the course of this author's consultation to various agencies for the
developmentally disabled, it became evident that while various potential
techniques were available to change client behavior, a variety of interven-
tions could be implemented. The ultimate selection depended on how a given
situation was assessed, and the relative importance of long vs. short-term,
or immediate gains for the client.
A short-term approach could otherwise be described as looking at the
"small picture" or being content with a narrow focus for an intervention.
In the case of a client who engages in self-stimulation, such as hand-
weaving, an example of this type of intervention might be a program designed
to reinforce "hands down." If successful, this approach is beneficial, as
the undesirable target behavior is reduced by simply focusing on this short-
term goal. However, the program does not take into account any specific
long-term benefits for the client, and restricts its emphasis to one
troublesome behavior.
In order to ensure positive long-term gains, a broader focus on the
multiple contingencies might be necessary. This type of approach, at least
minimally, would include reinforcing alternative behaviors ultimately to
produce better pay-offs for the client. By focusing on the function of
behavior with utilization of specific consequences (i.e., Goldiamond,
1969), the client might not only spend less time engaged in nonadaptive
self-stimulation, but would also increase his or her repertoire of func-
tional skills.
8Behavior, however, is best described by the three term contingency of
antecedent, response and consequence (Skinner, 1953). While the field of
applied behavior analysis (i.e.. Journal of Applied Behavior Analysis,
1968-present) has tended primarily to focus on managing consequences
, there
is surely room to capitalize on specific antecedents to behavior to occasion
appropriate behaviors. Skinner (as cited in Peterson, 1976), once de-
scribed the problem of a child banging on a piano. A common remedy to this
situation might be to forbid the child to play the piano, to spank or
admonish the child, or to reinforce appropriate piano playing. These are
all examples of the contingent application of specific consequences.
Skinner's suggestion was simply to close the piano. Behaviorally
stated, this latter approach takes into account the antecedent of "presence
of the piano" and, in a deceptively simple arrangement, might change the
probability of the subsequent responses (such as, the child doesn't have the
opportunity to bang on the piano, and thus be reprimanded, and so on).
The following case illustrates another arrangement of antecedents to
manage behavior. A moderately retarded client refused to join her class-
mates at the work table for her morning academic classes. A number of
options were available as possible interventions, among them "timing out"
the client for non-compliance, or forcing her to come to the table. These
traditional approaches focused upon specific consequences for inappropri-
ate behavior. A time-out program had been in effect for six months,
although not with any measured effect on non-compliance. Typically, the
teacher would ask the client to come to class; the client would begin to
9swear, and then strike at the teacher or other clients. This behavior
generally resulted in repeatedly placing her in the time-out room.
Subsequently, the consultant rather confidently announced that per-
haps the client was attempting to "control" the situation, and perhaps
another tactic might be tried. Another program was implemented in which
the client was asked if she was ready to work. If she refused, her decision
was respected and the teacher simply started class without her. To the
entire staff's surprise, the client would then come to class on her own
—
usually within 5 minutes.
The client Joined the class willingly thereafter. In addition, she no
longer hit staff or clients, progressed on her classroom objectives, and
substantially diminished her rate of swearing. In fact, she regularly
attended school demonstrating an extremely pleasant demeanor.
Thus, the program was successful in reducing the client's refusal to
come to class. Furthermore, in other circumstances in which the same
client appeared to be "controlling" the sitixation, such as during trips to
the community, a similar approach of simply permitting the client to refrain
from doing an activity if she chose (but praising her if she did) was equally
effective.
This anecdote is not provided to refute the well established fact that
behavior is controlled by its consequences. The use of the antecedent of
"asking the client to work" (and accepting her decision) as opposed to
"ordering her to work" did not occur independently of specific consequen-
ces. The teacher did praise the client when she exhibited the appropriate
10
behaviors
.
However, what drastically differed was the nature and amount of
effort the teacher exerted in having the client exhibit the appropriate
behavior in the first place. A more coercive approach may have occasioned
the aggressively resistant behaviors that this client characteristically
displayed.
In examining the applied literature for empirical support of an
analysis of antecedent "control" factors within interactions between
individuals, little was found. And yet, an approach of this nature seemed
promising both as a guide for interventions and a decision-making tool for
teachers
.
Parent Effectiveness Training (P.E.T.) provides the most direct
precedent for the intervention summarized previously. Dinkmeyer and McKay
(19T6) and Gordon (19T0) delineated several guidelines that provide parents
with an approach to allow their children more "control" in their lives . The
P.E.T. method is claimed to be predicated on mutiaal respect between parents
and children, in which parents learn to recognize the rights of their
children. Some of the main themes of P.E.T. are: a) choices - children
should be presented with choices as opposed to having decisions made for
them, b) I-statements - parents should convey their feelings to children,
but should not pass judgement and c) logical consequences - parents should
permit their children to experience the natural consequences of a given
situation. For instance, "non-controlling" parents might express their
feelings concerning their children's choice of clothing, but respect the
children's right to wear what they please. Ultimately, the children might
11
be influenced by peer pressure, and, without intervention from a parent, no
longer wear that combination of clothing.
P.E.T., as well as Teacher Effectiveness Training (T.E.T.; Gordon,
197^) groups are conducted nationwide and are claimed to be effective by
many enthusiastic supporters
.
However, little substantive data are avail-
able to support this approach to child management, aside from measures of
parent and teacher attitude change and satisfaction (Levinger, 1979).
Nonetheless, certain aspects of the P.E.T. approach might be relevant
to application with the developmentally disabled. Minimally, an approach
concerned with the ways in which teachers make demands of clients, and how
both the clients and then the teachers subsequently respond, could support
an existing literature of client rights. Ideally, this approach could
sensitize us as teachers to the arbitrariness of the decisions we make,
simply because of our roles and the responsibility for the welfare of our
students. For example, we might begin closely to scrutinize and question
the Instructions we give to our students . Do the students have the right to
refuse a teacher directive, and if so, under what sets of circiamstances?
Should the students be asked, as opposed to being told various instruc-
tions?- and so on.
The types of decisions teachers must make regarding the appropri-
ateness or inappropriateness of behavior, how teachers will react to this
decision, and subsequent changes in client or student behavior could
provide a fascinating basis for research. A thorough analysis of this
decision-making process would not be complete, although, without some
12
consideration of role theory (i.e.
,
Biddle, 1979). How teachers behave as
teachers may be viewed in terms of their individual learning histories, as
well as social contingencies that dictate what their roles as teachers
should be. As described by Biddle (1979), role theory is composed of
several assumptions
:
1. Role theorists assert that "some" behaviors are
patterned and are characteristic of persons within
contexts (i.e., form roles ). 2. Roles are often
associated with sets of persons who share a common
identity (i.e., who constitute social positions ).
3. Persons are often aware of roles, and to some
extent roles are governed by the fact of their
awareness(i.e.
,
by expectations ), h. Roles per-
sist, in part, because of their consequences
( functions ) and because they are often embedded
within larger social systems. 5. Persons must be
taught roles ( i.e. , must be socialized ) and may find
either joy or sorrow in the performance thereof (p.
8).
In an earlier work (1966), Thomas and Biddle were careful to describe that
role theory did not negate individual differences, but that "it does focus
the role analyst's attention upon the conditions under which the social
determinants will be more rather than less influential" (p. 8 ) . It might be
a very difficult task to require teachers to behave differently with their
students. Some strict guidelines within which teachers behave might
undermine an approach to changing client behavior that is predicated on the
style in which the teachers interacts with a client.
Despite this seeming drawback, it is hoped that if teachers can be
taught to interact differently with clients, and benefit from the resulting
positive responses from their clients, an approach of this type may still be
feasible. In order to account for such a complex interaction, however.
13
behavioral research must begin to provide a more comprehensive account of
the multiple contingencies that affect teacher-client interactions. The
effects of the differing roles of autocratic vs. democratic teachers were
documented in group research years ago (i.e.. White & Lippit, I96O), but a
much needed focus for behavior analysts is to provide a functional account
of the range of multiple contingencies teachers can employ to maximize
positive client behavior.
The task at hand is to demonstrate initially how various antecedent
conditions of the teacher might occasion different responses by the client.
For example, a "domineering" teacher might occasion immediate compliance,
but also a higher incidence of non-compliant behavior later on. Further-
more, as indicated by role theory, the teacher/client interaction might
consist of a number of discriminative stimuli (S^'s) plus setting events,
such as complex antecedent conditions, and events and stimulus response
interactions, that ultimately function to affect the overall course of a
given teacher/client interaction. (See Wahler & Fox, 1981 for a more
thorough discussion of setting events.)
Thus, a power or control conceptualization might provide a framework
for determining the extent of the teacher's role in increasing the
probability of various types of client responses. It may expand the
traditional reliance on the use of simple antecedent events , such as verbal,
gestural and physical prompts, into a more Inclusive application of
multiple contingencies to promote more functional client repertoires.
Ik
Power, Control and Freedom
The concepts of power, control and freedom can "be seen to be inter-
related. Each of these will he discussed under a separate heading, in terms
of (a) the salient aspects of each, (b) how they can "be viewed as similar and
(c) their relationship to this project.
Power. The concept of "power" generally refers to the ability of someone to
influence another person's behavior (Haley, 1969; Tjosvold, 1981). As
stated by Haley (1969) in his essay on The Power Tactics of Jesus Christ :
... a person has achieved "power" when he has
established himself as the one who is to determine
what is going to happen. Power tactics are those
maneuvers a person uses to give himself influence
and control over his social world and so make that
world more predictable. Defined thus broadly, a
man has power if he can order someone to behave in a
certain way, but he also has power if he can provoke
someone to behave in that way (p. 48).
Power has a negative connotation in our society, in that people assume that
inequitable distribution of power is potentially destructive. According
to some social scientists, "unequal power undermines openness and negotia-
tions, and that equalization of power is a needed reform in organizational
settings" (Tjosvold, 1981, p. 137).
One cannot discuss the term of power without associating it with the
idea of control over another person's behavior. Along with the idea of
"control", though, comes its counterpart, that of counter-control. Consi-
deration of these phenomena is also essential to a more complete description
15
of the reciprocal relations between people.
Behavioral psychologists have often discussed the reciprocal nature
of control. According to Tharp and Wetzel (1969),
...individuals affect and determine classes of
behavior in others, and control refers to this
behavioral interdependence. What a person does is
very much determined by what others around him do,
and this reciprocating control is present between
friends a well as enemies, extends from child to
parent as well as from parent to child, and exists
between psychotherapist and client, whether or not
it is admitted. The behavior of the student
controls the teacher's behavior which in turn
controls the student. All of this is unavoidable.
Behavioral interdependence is an irreducible exis-
tential aspect of the human condition (p. 205).
Power, or the impact of control and counter-control, has been a widely
discussed topic in child development (i.e.. Bell, 1979), interpersonal
communication (i.e., Danziger, 19T6) and also in how it applies to human
services. Haley (1969), in an essay on The Art of being Schizophrenic
,
described the ambience of the typical mental institution as one that
disguises an intense power struggle between patients and staff. Although
the staff seem more powerful in their ability to wield the use of shock
treatments, drugs, restraint and the like, the schizophrenic "has his
manner and his words and a stout and determined heart. He also has had
extensive training in a family made up of the most difficult people in the
world" (p. 159) . Davison (19T3) , and Goldfried (& Davison 1969) , also have
remarked on the behavior that clients undergo in order to resist change.
They commented on the discrepancy between theory and practice in behavior
therapy, in that any successful interventions generally require the
16
cooperation of the client.
In an example more closely related to the population of concern in this
thesis, Braginsky and Braginsky (l9Tl) descrihed the modes of control and
coiinter-control between adults and institutionalized mentally retarded
children. They described the power of adults as legitimate power or
society-ordained power vs. the subversive power of these children. Sub-
versive power is "achieved primarily by undermining and violating the adult
power system in subtle and usually disguised ways" (p. kQ) . Some negative
and self-stimulatory behavior may function as subversive power, as alluded
to previously.
Other theorists have other approaches to describing power relation-
ships. Watzlawick, Beavins, and Jackson (196T) distinguished between com-
plementary and symmetrical relationships. Complementary relationships
refer to an interaction between two individuals in which one person is in the
superior position; the other in the inferior position:
a complementary relationship may be set by the
social or cultural context (as in the cases of
mother and infant, doctor and patient, or teacher
and student), or it may be the idiosyncratic
relationship style of a particular dyad (p. 69).
In contrast, symmetrical relationships form a more equal balance of power.
In either types of these relationships pathology supposedly can exist if
escalation occurs in symmetrical relationships, or if rigidity occurs in
complementary ones . This conceptual approach to describing relationships
between individuals is closely related to the idea of control and co\mter-
control in behavior analysis.
IT
Control. Before a link can be made between the notions of pover
,
complemen-
tary and symnetrical relationships and control, it is necessary to discuss
the intended meaning of the term "control" in "behavior analysis. As with
the notion of "power", our culture tends to view all forms of explicit
control negatively, seeming to prefer the view that mankind possesses free
will. Control is viewed by some to be the opposite of freedom. In 1953,
Skinner stated that:
... .A doctrine of personal freedom appeals to
anyone to whom the release from coercive control is
important. But behavior is determined in noncoer-
cive ways; and as other kinds of control are better
linderstood, the doctrine of personal freedom
becomes less and less effective... (p. ^38).
Skinner provided the example of the difference between when we are forced
off the sidewalk because a branch was blown down by the wind, as opposed to
when we are forced off the sidewalk by a group of idle persons. Both
instances demonstrate control over our behavior, but are likely to elicit
different emotional reactions. Perhaps what is at issue is the discre-
pancy between how adherents to the Skinnerian position define the term
"control", in contrast with other interpretations. Behaviorists simply
would describe this term as the probability of one response being changed by
an antecedent stimulus.
Skinner (l9Tl) was careful to emphasize that control is a necessary
part of many social practices. The issue in freedom, thus, is not to
determine how mankind can live without control but how to use control in a
more beneficial manner. In speaking about the role of professionals in
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human services, Tharp and Wetzel (1969) declared that "the ethical issue
.
.
.is not whether or not to control. It is, rather, a question of the form
and the ends of that control" (p. 205). These authors and others (i.e.,
Brownell, Colletti, Ersner-Hershfield & Wilson, 19TT) advocated construc-
tive systems that operate without aversive control, in which individuals
learn means to better control their own environments.
Even those who declare that mankind possesses free will would most
likely wish to see some restrictions in how persons interact with one
another, "in practice what most people stand for is 'as much freedom as is
practical'" (White & Lippitt, I96O, p. 2). What is practical for some
individuals (i.e., adults) may not be practical for others. This view of
White and Lippitt has some interesting ramifications for teachers of the
severely disabled. While many teachers might uphold client rights, deci-
sions will still have to be made for clients by competent adults.
Choice and Preference . Thus far, we have seen how the terms of freedom,
control and power can be interrelated. The concept of freedom, though not
the antithesis of control, has been studied from the point of reference of
choice and preference. Catania (1975) described freedom as the availa-
bility of alternatives, and further stated that "an organism with no
opportunity to choose among alternatives is not called free in the
psychological vocabulary. . . " (p. 89 )
•
One approach to the study of freedom that has received scant attention
in the applied behavior analysis literature is that of the role of choice and
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preference and the effects on human behavior (Lockhart, 1979; Pierce &
Epling, 1980). Although these topics have received some attention in the
basic experimental literature (Catania, 19T5; Hayes, Kapust, Leonard &
Rosenfarb, 1981; Herrnstein, 1970)), Lockhart (1979) argued that the
technology of preference and choice is an applied concern, and therefore,
the usefulness of these approaches must be demonstrated in admittedly less
controlled but natiaral environmental settings.
Before proceeding further, some definitions of choice and preference
may be in order. Lockhart (1979) makes the following distinction:
..."choice" in the context of behavior analysis
refers to the provision of concurrent reinforcement
schedules with incompatible operants . Behavior in
relation to these schedules is determined by the
environmental and genetic history of the organism.
"Preference" refers to the relative strengths (as
measured by rate of responding in a free operant
situation) of the available operants (p. 20).
Thus, choice seems to refer to experimenter behavior; preference to the
behavior of organisms. When an organism prefers one of several alterna-
tives, this is taken as a measure of freedom.
Much experimental work has been undertaken in the laboratory to study
the controlling variables of preference. There is currently conflicting
evidence as to whether or not organisms prefer the availability of alterna-
tives. Catania (1975), for example, demonstrated that pigeons preferred
free to forced choices in initial links of concurrent chain schedules,
despite the fact that reinforcement was kept constant across both types of
options. Hayes et al. (l98l) investigated the possibility that certain
types of choices are preferred while others are not. In this experiment.
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pigeons did not prefer choice when access to food was practically eliminated
in one of the options in the choice terminal link. What appears to be
critical in whether or not organisms "choose to choose" is the relative
desirability of alternatives. Hayes et al. argued for the phylogenic
significance of this factor, as did Catania (1975).
Other factors have been isolated in basic choice research. According
to Moore (1982) , " A common finding in choice experiments is that responding
is distributed among concurrently available alternatives roughly in pro-
portion to the reinforcers obtained from those alternatives (e.g., the
matching law)" (p. 133). Baum and Rachlin (1969) also proposed that
preference for the alternatives is inversely proportional to the delay of
reinforcement.
A nimber of applied demonstrations of choice have been undertaken,
albeit under various descriptors. Lockhart (1979) viewed applied research
on choice and preference as extending the analysis of behavior to a more
global account. Verbal report has been one of the more common ways to
investigate preference in humans, although it may be an inaccurate measure
of other behavior.
Before presenting the applied research on choice, one theoretician is
worth noting. Brehm (1966) formulated a theory of "psychological reac-
tance" that is purported to explain why individuals counter-control power.
This emotional state is aroused when a person feels his ability to exercise
choice is restricted to some degree by some external control (which is
similar to what Skinner has stated). The theory, however, assumes that
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people prefer choice, which has actually had conflicting empirical support
in the applied literature.
In a later work (Brehm & Brehm, 1981 ) , the authors emphasized that some
of the more effective applications of decreasing problem behaviors through
the reinforcement of compliance were conducted by behavior analysts ; how-
ever, the authors argued that the most effective approaches to date combined
systems analysis with behavior therapy, as exemplified by the work of
Patterson (197^+; 1976). Patterson maintained that inconsistent use of
discipline, along with the modeling of "pain control techniques" (i.e.,
coercive interventions) were responsible for the development of children's
noncompliance. Brehm' s psychological reactive theory points to the utili-
zation of intervention strategies similar to Patterson' s approaches . How-
ever, this theory also adds additional consideration to the manner in which
parents formulate rules for their children, in that these rules would have
an impact on the children's perceived threats to freedom and their
subsequent behavior. In other words, the psychological reactive theory
stresses the importance of what behaviorists would refer to as the
antecedents of behavior.
Despite this intuitively appealing conceptual framework, much basic
applied research is necessary to delineate the parameters and impact of the
issues raised by Brehm (i.e., I966). There have been two central ques-
tions in applied choice research: do persons prefer to have options, and do
persons perform better when they have chosen what they will do (Lockhart,
1979)? As with laboratory research, the findings to both questions thus
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far are mixed. In respect to preference of options, Stelner, Doyen and
Talaber (19T5) stated:
When a person chooses one course of action over
another, it is probably safe to conclude that he
prefers the one he has chosen. His preference may
reflect either or both of two considerations: he is
more optimistic about his ability to complete the
chosen course successfully and/or he believes that
successful completion will yield a larger "net
profit" (Net profit = payoff minus cost" (pp. 275-
276).
In keeping with this assumption, Steiner, et al.
, (1975) demonstrated that
people were less inclined to shift to a new task when they had chosen the
initial task as opposed to when it had been assigned. Stated otherwise, it
could be said that people preferred to work on a given task when they could
"control" the task selection in contrast to when they had little control
over the type of task selected.
In one study concerning grading (Lea & Lockhart, 1976), undergraduate
students overwhelmingly chose a condition that provided the option of
earning "A", "B", or "C" grades instead of a forced excellence condition in
which students had to achieve 90% accuracy on each test—despite the fact
that most of the students achieved 90% mastery anyway. However, the
opposite finding resulted in other research. Atkins & Lockhart ( 1976 ) , for
instance, discovered that when students were offered the options of
instructor-paced vs. self-paced quiz sequences, the majority of students
chose the instructor-paced option. In general, however, it appears that
persons may prefer choice if it involves "...minimal risk of negative
consequences" or if persons possess "the necessary behavioral repertoires
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to maximize the reinforcement opportunities available" (Lockhart, 1979, p.
27).
As for performance In option situations. Bailey, Perlmutter, Karsh,
and Mounty (1978), found that students performed better In chosen rather
than non-chosen work. Lovltt and Curtlss (1969)
,
reported higher rates of
accuracy with self-imposed vs. teacher-Imposed criteria although no signi-
ficant difference was found between conditions in a later analysis of the
data (Glass, Wilson, & Gottman, 1975). Although it may be intuitively
appealing to assume that persons perform best when they choose conditions
under which they will function, the results differ under various circum-
stances. Further research is necessary to determine the parameters influ-
encing rate of performance in preference research.
Summary
. Both the animal and applied research suggest that under certain
circumstances some individuals prefer to choose between equally desirable
options as opposed to having an externally imposed option. Further,
performance may be superior within a choice situation.
In combining this literature along with the conceptual focus of power
and control, it is evident that the implications for educational program-
ming are many. Minimally, the possibilities of affecting clients' beha-
vior through the managing of antecedents remain to be a relatively
unexplored alternative route to a traditional focus on consequences. An
approach of this type puts emphasis on specifically arranging the environ-
ment to occasion different types of responding. In the case of noncompli-
ance, it may be possible to arrange a situation in which there is little need
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for noncompliance to occur. The purpose of this thesis is to explore such
an approach.
Verbal Comniunication
There is one remaining issue that influenced the basis for the current
project. The manners in which people communicate to one another can
possibly have a marked influence on other persons' behavior. A pertinent
quote from Mehrabian (l9Tl) can, perhaps, express this Idea best:
When a policeman says, "Pull over ! " most of us have
an inclination to retort, "Say 'Please!" An
imperious demand, a direct order, or a command
generally sparks in us a disinclination to comply.
A folk saying has it: "Honey attracts more flies
than vinegar" (p. i;9).
Mehrabian (l9Tl), thus, has examined the relative merits of using requests
as opposed to commands when persons need to make demands on one another, as
has Skinner (195T). Mehrabian, however, is careful to emphasize that an
interplay occurs between the verbal and nonverbal communication that a
person conveys. For example, a boss may sweetly request his secretary to
look for a certain business file. Although the tone of voice and the
nonverbal behavior (i.e., body posture, facial expression, etc.) may not
convey an impression of dominance, this is a definite order, given that the
secretary occupies a more submissive role in relation to her boss.
The study of nonverbal behavior also produced some interesting
findings of how people interact with one another. Bates (19T6) developed
an elaborate coding system to investigate the effects of children's
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nonverbal behavior on adults. On a 5 point scale in which l=hostile and
5=happy, he rated such dimensions as voice tone along with other considera-
tions such as facial expression and body posture. Findings indicated that
the more positive the children's nonverbal cues, the more positive was both
adult nonverbal communication as well as written evaluations of the
children's intellectual and social abilities.
The present study incorporates only to a small degree implications
relevant to the study of verbal and nonverbal communication: the specific
voice intonation used in phrasing verbal prompts. The type of voice
intonation, however, is a major consideration in the intervention package
comprising the independent variable. Later follow-up research could focus
more specifically on the parameters of verbal and nonverbal communication
that function as antecedents to occasion clients' compliance.
The Present Study
The previous discussion of the related concepts of power, control and
counter-control, freedom, choice, preference, as well as both the need for
approaches alternative to avers ive techniques in the developmental disa-
bilities field and a focus on verbal communication, have combined to
influence the formulation of the present study. The background literature
provides a diverse basis for the intent of this project. The common thread
to all these issues is the need to investigate events that teachers may
combine to promote adaptive responding by developmentally disabled stu-
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dents. While a viable constructive strategy that will circumvent client
noncompliance is the ultimate goal, the present study has undertaken to
accomplish an initial step in that direction.
The major consideration in initiating this line of research was to
establish a relatively controlled environment in which to study the
behavior of interest, non-compliance. Many clients exhibit non-compliant
behaviors; however, the individual episodes might be dispersed over a day,
week or month, and thus not be amenable to direct observation by the primary
investigator. In this particular case we sought and identified clients who
engaged in a high rate of noxious behaviors, such as self-stimulation or
grabbing their teacher's hair, instead of complying with teacher com-
mands. By involving such clients as subjects, it would be possible to
record a level of baseline performance that might prove sensitive to
modification via management of antecedent events.
There is a direct precedent for this research that was not previously
cited. Forehand (i.e.
,
Green, Forehand, & McMahon, 1979; Peed et al. 19TT)
has done extensive work in the area of non-compliance, by focusing on the
disparate contingency control between mother-child pairs. There are
several major differences in the approach of this project, however. First,
the population (i.e.
,
severely retarded young adults as opposed to normal
children) is different. There is a need to develop viable methods for use
with severely handicapped non-verbal adults and children. A very differ-
ent set of measurement requirements are also necessary to account for both
teachers of this population and the clients themselves.
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Secondly, Forehand relied on large pairs (e.g., 20) of mothers and
children, with perhaps a maximum of ten observational sessions. In this
study, 30 sessions were conducted with each teacher-client pairing. This
approach allowed a more thorough analysis of gradual changes in both client
and teacher responding over time.
Finally, Forehands' reasons for conducting the research were very
different. His goal was to provide training to mothers who acted inconsis-
tently with their children. Therefore, his goal was to demonstrate to the
mothers that they could learn to foster more compliance from their children
by more consistently providing reductive consequences for noncompliance,
whereas the focus on antecedents in this project are directed at minimizing
the likelihood of compliance happening in the first place.
Forehand did, however, incorporate into his research two different
features that form x)art of the basis for the current study. He set up a five
minute "child's game" in which a child was able to play a game according to
his own rules without parental interference. In the "parent's game", the
mother defined the rules of the game.
The two conditions in this study in the present study are analogous:
one, consisting primarily of requests by the teacher, the other, of
commands. The request condition was intended to allow more "control" of
the situation by the clients, in that the clients were given substantially-
more say as to what they were permitted to do. In contrast, the command
condition was geared to "teacher control", in that a client was expected to
carry out an activity according to the teacher's specifications.
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The teachers also were taught to phrase statements differently between
the two types of conditions. The conmand conditions incorporated verbal
"connnands", expressed as directives, while in the request conditions
clients were offered alternative activities, in a tone of voice character-
ized by a rising inflection at the end of a statement.
In sum, the specific purpose of this study was to attempt to determine
if the style in which the teachers Interacted with the clients would
differentially influence the rates of students' compliance and other task-
related variables. The primary data of interest were both the rates of
compliance to either command or request statements, as well as a number of
other teacher and student behaviors. In addition, two follow-up compo-
nents were conducted after the teachers learned both the request and command
styles of interactions to (a) determine if teachers would "prefer" (in the
Lockhart sense) the use of one style in the classroom and (b) assess the face
validity of assigning the two conditions the labels of "command" and
"request", by asking independent raters to differentiate and characterize
the differences in the two styles of teacher-client interactions.
CHAPTER II
METHOD
Subjects
Clients. The two clients included in this project were non-verbal,
severely retarded young adults. They attended a day activity program at
Riverside Industries, which provides a number of vocational and pre-
vocational programs for developmentally disabled adults. These clients
had been selected for this study because they each engaged in a variety of
noncompliant behaviors in response to staff requests.
Sam
,
aged 26, has resided in a community group home since 197^, having
been institutionalized previously from his sixth to eighteenth years. He
could nod agreement to one step commands, used approximately ten Total
Communication (i.e., a modified sign language for the handicapped) signs,
and required staff monitoring for nearly all self-help skills . Sam engaged
in a niomber of self-stimulatory behaviors (i.e., hand and leg flapping,
thumb sucking, hand to face banging, rocking and arm biting) , and aggressed
against staff by grabbing, pulling or scratching them.
Judy*, aged 23, lived at home. She needed constant staff monitoring
to engage in any directed activity, made little or no eye contact
^Names have been changed to insure anonymity
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with staff or tasks, and could use several Total Communication signs with
prompting. She continually hair-twirled with one hand, and also engaged in
lint-picking and rocking. She had a history of sudden temper tantrums with
no clear antecedent stimuli, during which she would cry and sometimes strike
staff and/or pull their hair.
Teachers
.
Two teachers and the day activity program's director partici-
pated in the study. Teacher #1, female, aged 30, had a B.A. degree and
certification in Special Education. Her major teaching responsibility in
the program was that of Language Specialist. Teacher #2, male, aged 29, had
taken no college coursework, but had worked in the human services field for
approximately seven years . He was the Vocational Specialist . Teacher #3
,
female, aged 32, was the Program Director, and did not interact with the
clients in a teaching cai)acity. She held an M.Ed, degree in Future Studies
and had worked in the human services field for about five years.
Both the clients ' parents and the teachers had signed consent forms for
voluntary participation in the study, as well as photographic releases.
The teachers initially were given minimal information regarding the nature
of the study, other than that they were to interact with the clients for the
duration of a session, and remained essentially blind as to the experimental
conditions throughout baseline data collection. Directly preceding the
implementation of the experimental conditions , though still not informed as
to the specific purpose of the study, the teachers were informed of the
varying roles they were to assiame while interacting with the clients. At
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this time each individually was given a training session consisting of:
point-by-point outlines of the differences between the two roles, dis-
cussion of the teachers
'
"scripts" and role-modeling by the experimenter as
she demonstrated the two interactional styles.
Validation raters
.
At the termination of the study U6 people were selected
to view samples of the video-taped sessions. Twenty-four of these were
recruited from the psychology department at the University of Massachu-
setts
.
The one stipulation for the selection of these people was that they
needed to have at least a minimal background in either developmental
disabilities or applied behavior analysis . The majority were students in a
class in Mental Retardation, 3 from a course in Applied Behavior Analysis,
and one person was a faculty member in developmental disabilities.
The remaining 22 people worked at Riverside Industries in various
programs different from that in which the study was conducted. None had
knowledge of the focus of the study. Most were teachers, and one was a
nurse, while the remainder had administrative positions.
Setting
The program at Riverside Industries from which the clients and
teachers were selected was called the Basic Skills Program. This is a day
activity program specifically geared to severely and profoundly retarded
adults. There are currently six teachers, educational, physical therapy
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and occupational consultants, and one program director, who provide
services for 13 clients.
Each of the teachers instructs in a specialty area, such as pre-
vocational, functional academics, language, physical therapy, activities
of daily living, and occupational therapy. Every client receives training
in at least four of these areas, as determined by his or her annual
Individualized Service Plan (iSP).
All sessions were conducted at the day activity program, in a small
room approximately 2
.
9m x 3 . 6m in size. An oblong table and several chairs
were placed in the center of the room. Video equipment (a camera on a
tripod, a television , a cassette recorder) and a tape recorder were present
in one corner of the room. The primary investigator was present to operate
the equipment, collect data, and to cue the initiation and termination of
sessions
.
Materials
Leisure activities were chosen for use in the study, in particular, to
control for the type of activity of teacher. Since teachers were responsi-
ble for instructing clients in their specialty content, selecting leisure
activities seemed to avoid any bias that might be introduced by instruction
in a given content area.
The one stipulation adhered to in the determination of the specific
activities was that the client could perform the activity motorically with
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minimal teacher assistance. Twelve pilot leisure activities were deter-
mined fl-om client observations, consultations with teachers and the recrea-
tional therapist, and are listed in Table 1.
A rank order of leisure activities
,
ranging from most to least pre-
ferred, was generated for each client. Each client was presented with the
twelve activities, two at a time, and asked to select one. Since each
activity was paired with every other one, each client received 66 choices.
Preference for one of the two presented activities was indicated if, in
response to the experimenter's prompt, "Which one do you like?", the client
engaged in one of the following behaviors: touching, manipulating, look-
ing at or picking up one activity as opposed to another one. In all the
pairings of activities, each client reliably picked up and manipulated one
activity and ignored the other one.
The clients were presented with only their four most preferred activi-
ties throughout all experimental conditions. For Sam, the activities
available to him were: a flashlight (to assemble and disassemble), bead-
stringing, a formrfitter (a box in which different shaped blocks are placed)
and drawing (with construction paper and markers ) . The activities for Judy
were the same with the exception that a pegboard was selected instead of the
flashlight.
Experimental Design
A multi-element design (Ulman & Sulzer-Azaroff , 19T5) was combined
Table 1
Piloted Leisure Activities and Materials
1. Drawing*
2. Puzzle
3. Formfltter
h . Collagemaking
5 . Egg-stacking
6. Slinky
T. Flashlight*
8 . Scrapbook
9 . Pegboard**
10 . Potholders
11. Bead-
stringing*
12 . Color-matching
Materials
Construction paper; colored
markers
Plastic box with cut-out shapes
;
plastic shapes to fit into box
Construction paper; cut out paper
pieces; glue stick
Plastic egg-shaped pieces of
graduated sizes
Plastic flashlight; batteries
Scrapbook; magazine pictures
paste
Loom; cotton loops
Multi-colored wooden beads
;
shoelaces
Board with "Candy Land" cards
attached; additional multi-
colored cards
used with Sam in study used with Judy in study
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with a multiple baseline, and then was reversed across teachers. Each
teacher, paired with a style of interaction, eventualily was to serve as an
over time to occasion a particular pattern of client responding (see Powell
& Hake, 1971, for a similar design). Baseline sessions of varying lengths
were arranged so that the onset of a given experimental condition would not
occur simultaneously with another new condition. This multiple baseline
design evolved to control for differences that might be attributable to
variables beyond the control of the experiment, such as other factors that
might occur with the onset of the independent variable.
In addition, once a teacher had interacted with a client in a
particular interactional style, the teacher was taught and implemented the
other style, to determine if this reversal would occasion changes in client
responding. It was hoped that by switching styles, a teacher would
gradually lose the discriminable properties of one style and assume the
properties of another.
Thus, during Baseline sessions, teachers brought clients individually
into the experimental room, and involved them in one of the four leisure
activities. Teachers were free to select and switch between the activities
as they chose. In Command sessions, the teachers were instructed to
present commands to the client. In other words, the teachers refrained
from asking the clients their preferences about what activities to do, and
did not permit clients to do anything other than what they specifically
instructed. In addition, the teachers practiced a particular vocal in-
tonation in presenting instructions to the clients. Request sessions
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involved: choices between the activities, requests for the client to engage
in various aspects of the situation, as opposed to commands, and a specific
vocal intonation. (See sample scripts in Table 2.)
Since each teacher was paired with either the Commflnfj or Request
conditions for each client, the following sequence of conditions was
implemented
:
After Baseline, teacher #1 interacted with Sam us ing only the
Command format for the next ik sessions. Then teacher #1 switched to a
Request condition for the remaining 10 sessions . At the same time, teacher
#1 acted in the reverse order interactional styles with Judy (i.e..
Baseline
, followed by Request and then Command )
.
Teacher #2 followed the exact reverse order, starting out with Request
sessions with Sam, and Command sessions with Judy. Teacher #3 followed a
slightly different arrangement. She interacted in the same manner with
both clients (i.e., both clients received Request and then both received
Command )
.
Baseline sessions provided a basis for comparison of the normal
teacher/client interaction in terms of the various dependent measures.
That each teacher was paired with different "styles" of interacting with
each client would eventually cause that teacher's presence to serve as a
signal for a particular interactional style. That would enable the
differences in the dependent measures to be attributed to the Command or
Request styles of interaction, rather than to other factors, such as
individual teachers or the tasks to be performed.
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Measurement
A number of client and teacher behaviors were recorded by means of an
interval recording system. The coding system was originally adapted from
one used by Green etal. (1979) and Peed et al. ( 1977) , but after pilot tests,
it was extensively revised to account for specific aspects of teachers'
normal interactions with developmentally disabled clients. For instance,
during instruction teachers of the retarded normally use gestural and
physical prompts in addition to verbal prompts . These more intrusive forms
of prompting indicate to the client the behaviors to be performed almost as
clearly as verbal statements do, and therefore these needed to be accounted
for as well.
Another limitation of the aforementioned coding system was the length
of the interval in which the teacher/client interaction was divided.
Twenty second intervals provided little information of the sequence of the
teacher and client behaviors. Often, many of the categories were scored
more than once within an interval. Subsequently, it was difficult to
determine which behaviors were a function of which other behaviors.
Although initially it was uncertain how useful a sequential account would
prove to be, it seemed mandatory to have a system sophisticated enough to
serve as a blueprint of what transpired in each session, independent of the
video tapes.
Thus , the coding system developed for this study divided the ten minute
teacher/ client interactions into five second intervals . All in all, there
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were a total of 120 Intervals, with 12 possible indices to be scored per
Interval. This approach allowed for a more fine-grained analysis of the
scoring of combinations of categories. It became feasible to determine,
directly from the recording sheets, what the teacher did and how the client
responded.
The twelve behavioral indices scored were grouped on the observation
sheets into three categories: teacher antecedents, client responses, and
teacher consequences (Please refer to Appendix A for a sample recording
sheet). The definitions are listed below:
Teacher Antecedents
.
Verbal command
. These statements indicated the behavior the client
was to perform. They were phrased as orders, such as "sit down", "come
here", "do this", etc. The inflection of the voice was either harsh or of
neutral-tone.
Gestural prompt . The teacher either (a) pointed to the correct re-
sponse, (b) handed the appropriate materials to the client or (c) modeled
the correct response. These behaviors provided more assistance to the
client than verbal prompts and included most teacher movements short of
actually touching the client.
Physical prompt . The teacher provided some form of physical assis-
tance to aid the client in performing a behavior.
Choice statement . These statements asked the clients' preference
from two or more options of behavior to perform. The teacher needed to ver-
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bally specify the choices—such as , "Do you want to sit in this chair or that
chair?" as opposed to "Where do you want to sit?" Choice statements also
involved the use of a rising inflection at the end of the statement.
Requests. These verbal statements asked the client to perform vari-
ous behaviors, and were phrased in a more open-ended manner than choice
statements. Some examples of these verbal prompts were, "What activity
would you like to do?", "Would you like to come in the room?" and "Pick up
this block?" These statements also were characterized by a rising inflec-
tion in tone of voice at the end of the request. The command "sit here"
would be scored as a request if asked with a questioning inflection, i.e.
,
"Sit here?"
Client Responses .
Compliance . A motoric response initiated within 2 seconds of either a
(a) verbal command, (b) choice statement or request. If a client was given
any of these verbal antecedents and either engaged in self-stimulation or
negative behavior immediately thereafter, compliance was not scored.
Self-stimulation . Behaviors included in this category were: hand-
flapping, face-banging, thumb-sucking, hair-twirling, pica, lint-picking,
rocking, or other repetitive nonadaptive behaviors directed at self.
Negative behavior . These behaviors included: tantrums, crying,
grabbing the teacher, biting, throwing or banging objects and attempting to
leave the room. These behaviors were directed mostly at the teacher or
objects.
1^0
No response. This category vas scored only just after the teacher
gave a verbal command, choice or request, and the client engaged In neither
the specified behavior nor in either of the two inappropriate behaviors
( self-stimulation and negative behavior ) . Characteristically, the client
would simply sit still and seem to "space out".
On-task
.
The client performed the correct response, but not within the
two second limit permitted with verbal prompts, choice or client state-
ments. This category was scored under three conditions: (a) in an interval
or intervals following an interval marked Compliance
, indicating on-going
behavior of the client, (b) after a Gesture from the teacher without the
occurrence of any verbal antecedent prompts, and in subsequent Intervals
Indicating the same on-going behavior and (c ) if a client initiated the cor-
rect on-task response without being verbally or otherwise prompted by the
teacher to do so.
Teacher-provided consequences .
Praise . These predominately verbal statements provided positive
evaluations of a client' behavior, examples of which included "good work",
"very good" and "terrific ! ". Also, hugs were included in and scored in this
category.
Criticism . These were either (a) verbal statements expressing cri-
ticism of a client ' s behavior, usually in response to the client engaging in
self-stimulation, negative behavior, or "no response". Examples of these
statements were: "stop doing that" and " take your thimb out of your mouth".
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and (b) physical intervention geared at stopping or preventing inappropri-
ate behavior. An example would be the teacher moving a client's hand down
or away during hair-twirling.
Two other measures were used that combined two or more of the
behavioral indices. The compliance measure combined the three types of
verbal antecedents (commands, choice statements and requests), and divided
this total by the number of times a client complied in a session. When
compliance is referred to later in the Results section, this is the actual
measure that was employed.
An additional measure totaled all intervals in which a client was
either on task or complied to teacher verbalizations . This new measure was
named total time on-task , and is referred to in the Results section in place
of the on-task measure alone. The total time on-task category provides an
estimate of the approximate time a client engaged in appropriate on-task
activities in a session by either: (a) being told or asked by the teacher to
do so, (b) initiating a task and (c) continual time of being on-task.
Procedure
Sessions were scheduled for 3-^^ days per week, between the hours of
10:00 A.M. and 1:30 P.M. Regardless of the experimental condition, the
following scenario transpired: The experimenter would ready the video-
taping equipment, start the audio cassette recorder that counted out the 120
5 second intervals, and cue the teacher to come into the room with the
k2
client. The teacher would then (a) have the client open the door and enter
the experimental room
,
(b) sit at the table with the client, (c ) involve the
client in the four activities present and (d) on cue from the experimenter at
approximately interval 112 of the session, clean up and leave.
In Baseline sessions, the teachers were instructed simply to do the
above. When baseline sessions were completed, each teacher was trained in
a single session to interact with clients in both Command and Request styles
of Interaction.
Next, immediately preceding a session, a teacher was given the
appropriate "script" for the type of interaction to be conducted with a
given client. The script served two functions: (a) to remind the teachers
throughout the session of how they were to interact with the client, and (b)
to ensure that each teacher made at least a minimum, and thus more
comparable, number of verbalizations to the clients in the two types of
experimental conditions. (Conditions would not be comparable if, say, the
teachers made 30 command statements to clients during Command sessions, and
only 3 verbalizations during Choice sessions
. ) Examples of the two scripts
are listed in Table 2.
In either CoTnTnfl.nd or Request situations, the teacher would bring a
client into the room, and on cue from the experimenter who synchronized the
video-taping, would interact according to the designated style for that
session. When the teacher finished the session with the first client, the
process would be repeated with the second client, according to the
designated script.
k3
Table 2
Teacher Scripts for Command and Request Styles
Coimnand
1.
,
come in the room.
2.
,
close the door.
3.
,
come to the table.
^.
,
sit down on this chair.
5.
,
do the (type of activity).
6.
,
put this here.
(or other instructions geared to performing the activity)
T.
,
time to clean up.
8.
,
stand up.
9. ) leave the room.
Request
1.
,
come in the room?
2.
,
close the door?
3.
,
sit at the table?
h.
, would you like to sit in this chair or that chair?
5.
,
do you want to do the or the ?
(type of activity)
6.
,
do you want to do this (block, bead, etc.) or that (block,
bead, etc,)?
(or other instructions stated as choice statements)
T. , clean up now?
8.
,
stand up?
9. , are you ready to leave?
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When the first teacher had conducted the tvo sessions, the second and
then the third teacher conducted theirs. Clients were scheduled for ses-
sions in random order
,
and teachers' time slots for conducting the sessions
were alternated systematically.
After completing a session, teachers were given feedback as to how well
they had adhered to the required style of interaction. Examples of this
were, "You did a nice job in offering choices to the client", "Try to use
fewer command statements (in the Request condition) next time", or "You
handled that temper tantrum really well".
Since teacher behavior was included in the observational system,
teachers were strictly monitored for how well they adhered to either style
of interaction.
Interobserver Agreement
The primary investigator gathered data for all the sessions. Three
undergraduate psychology majors, who were naive to the experimental condi-
tions, rescored the video tapes. These assistants received intensive
training in the use of the recording system. This included weekly reviews
of the definitions of the behaviors to be scored.
Approximately one-third of the sessions (31%) were rescored by the
naive observers. At least three inter-observer checks were conducted in
each experimental phase, for each teacher and client.
Interobserver agreement was calculated in the following way. Inter-
val ty interval comparisons were made between the primary investigator and
the naive observers for each of the 5 second intervals
. Each of the twelve
behavior categories were scored as "agree" or "disagree" within each
category. Intervals in which both observers recorded the occurrence of a
behavior were agreements. Intervals in which only one of the observers
scored an occurrence of a given behavior were scored as disagree. Inter-
vals in which neither observer scored an occurrence were ignored. Percent
agreement was calculated according to the formula: agreements /agreements
+ disagreements, and then multiplied by 100.
Overall, across teachers, the percent agreements were: Teacher beha-
vior - commands
,
Ql%; gestures, 12%; physical prompts, 68^; choice state-
ments, Q9%; requests, 19%; praise, 91^ and criticism, 16%; Client behavior -
compliance, 19%; on-task, 93%; self-stimulation, 58^; negative behavior,
Q2% and no response, 12%.
These percent indices are high for such a complicated recording system
(i.e., see Green et al.
, 19T9).
In-c las s-Follow-Up
Approximately two months following the termination of the study, the
experimenter and a research assistant collected data in the classroom. The
purpose of this follow-up was to determine what type of interaction a
teacher would use as after learning both styles. The teachers^ were
informed simply that the experimenter wished to see how well the observa-
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tional system could be used in the classroom. Thus, teachers should have
been naive to the true purpose of this follow-up.
These sessions were conducted with Teachers 1 and 2 for Judy only. Sam
was absent for an extended period of time, and thus was not available for the
follow-up sessions. Teacher 3 did not participate since she does not
normally interact with the clients in the classroom.
The same observational recording system was used, as previously.
Each teacher was already seated with Judy in the classroom when these two ten
minute sessions were conducted. Teacher 1 conducted an activity with Judy
that involved her placing nuts on varied-sized bolts mounted on a wooden
board. When the ten minute block of time was completed with Teacher 1,
Teacher 2 was observed in his classroom. He used a form-fitter shape box
with Judy that was much like the one used during the main part of the study.
Video-tape was not used. Rather the experimenter and assistant posi-
tioned themselves in a corner of the classroom, turned on the audio-tape
recording system hooked thru two earphones, and began recording teacher and
client behavior.
Validation Sessions
Six sessions were selected on the basis of the graphed data so that they
conformed to the following criteria: (a) three Command and three Request
conditions, (b) demonstrated use of a predominant number of commands In the
Command sessions and requests in the Request condition (c) two examples of
each teacher, one of the Command style, one of the Request style, (d) an
example of each teacher interacting with both Sam and Judy and (e) samples
taken from the beginning, middle and the end of the tapes.
Thus, two minute samples of these sessions were shown to the validation
raters in the following order:
Teacher 3 - Judy, Request, beginning
Teacher 3 - Ron, Command, middle
Teacher 2 - Judy, Command, beginning
Teacher 1 - Judy, Request, ending
Teacher 2 - Sam, Request, ending
Teacher 1 - Sam, Command, beginning
Note that all raters did see the tapes in the same order. The order of
Command and Request sessions was counterbalanced within the order of the
sessions, so that on two occasions two teachers were seen in the request
sample prior to the command sajnple. For one teacher, the command sample was
viewed first.
These session samples were randomly placed in the above order, by
condition. The samples were edited onto one tape for ease of showing.
Each of the h6 raters was given the questionnaire Included in Appendix
B. The first page gave a brief description of what the raters would see on
the tape, and provided space for Informed consent, and demographic data.
The second page of the questionnaire provided instructions for viewing the
tapes
.
The raters were required to (a) first view a 2 minute session and then
(b) rate according to a 7 point Likert scale their overall impression of the
session according to the following eight descriptors: instructional -
recreational; gentle - coercive; pleasant - unpleasant; on-task - off-task;
requesting - comnanding; friendlly - unfriendly;
; reinforcing - punishing
and least restrictive - most restrictive. The rating procedure proceeded
in this manner until all six samples were viewed. At the beginning of the
validation sessions, the raters were also informed that most descriptors
referred to teacher behavior, with the exception that on-task - off-task
referred to client behavior.
Most of the descriptors were dlstractors. The actual focus of these
viewings was whether or not the naive raters could discriminate differ-
ences, and If so the degree of difference, for the requesting - commanding
and gentle - coercive dimensions only.
CHAPTER III
RESULTS
The results section is subdivided under different headings. First,
the section on data transformation provides a description and rationale for
the data presented. Second, the findings for each behavioral category
(i.e., compliance, self-stimulation, etc.) are shown, to provide an in-
depth look at specific findings. Third, a summary of overall findings
highlights the major results of the study; and finally the data from both the
in-class follow-up and the validation sessions are provided, each under
separate headings.
Data Trans formations
Percentage responding . Data were collected and plotted in two forms for
each client and teacher behavior. One type of figure presents the data
transformed into percentage of intervals possible for each of eleven
indices — for client behavior: compliance, total time on task, self-
stimulation, negative behavior and no response, and teacher behavior : re-
quests, commands, gestural and physical prompts, praise and criticism.
These data are presented in this format to illustrate changes in both
teacher and client responding across the three experimental conditions.
Note that the Y-axes do not necessarily reflect a 0 to 100^ range, but are
h9
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consistent across teachers and clients by behavior.
Additionally, the graphing of the teacher behavior, verbalizations,
provides a quantitative description of the application of the independent
variable. It should be noted that requests and choice statements were
collapsed into the general category of requests .
Absolute Mean Ratio computations
. Directly following each of these fi-
gures is a graphic depiction of the Absolute Mean Ratio (AMR), otherwise
known as the Kappa statistic, across the experimental conditions. (See
Johnston & Pennypacker
, 1980 ) . The AMR was calculated on the raw data as an
additional aid to interpreting the findings for several reasons: (a) the
use of this statistic is appropriate since the data violates a number of
assumptions (such as independence of observations ) necessary for the use of
parametric statistics, (b) the absolute mean ratio describes the stability
of responding across experimental conditions as well as (c) the differences
in rate of responding across conditions . The AMR, in sum, measures the rate
and stability of responding, and can be interpreted in roughly the same
manner as inferential statistics. It does, however, provide a conser-
vative estimate of the differences between experimental conditions.
The same number of observations per condition are necessary to compute
Kappa for comparing responding across conditions. Therefore, in most
cases, the AMRs were calculated on the last seven observations per
condition. In two situations in which only six observations were available
in a given condition (i.e.. Baseline for Teacher 1 and Sam; Command for
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Teacher 3 and Sam)
,
the AMRs were computed based on the last six observations
per condition, for each of the eleven behavioral categories of these two
teacher-client pairs.
Since this statistic describes behavior change as a ratio, the results
of the AMR analyses are plotted on a semi-logarithmic scale, for each of the
eleven teacher and client indices. The analyses are grouped in the same
format as the percentage data for ease of comparison, with two exceptions.
The AMR was computed for total verbalizations only, instead of being
subdivided into requests and commands , as well as only on total prompting
instead of separate categories of gestural and physical. It was decided
that analyses done on the overall category of verbalizations or prompting
would be adequate, since the graphic depictions of these subcategories
demonstrate quite obvious differences in the amounts of these sub-cate-
gories used within a condition. Additionally, AMRs cannot be computed when
observations are equal to zero, as was often the case in the use of a given
type of verbalization in the opposite type of teacher style, (i.e. , choice
statements were never used, and requests were rarely used in the Comma,nd
style; commands were rarely used in the Request style).
Parametric statistics (i.e.. Repeated Measures Anova and Dependent t
tests) were also conducted on the compliance data, and are available from
the author on request.
In-class follow-up . The in-class follow-up data, collected for teachers 1
and 2 for Judy only, are presented in a table that compares these results to
the corresponding mean percentages of responding per session, for the
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eleven indices collected dioring the main part of the study. This compari-
son provides some information concerning the generalization of hoth teacher
and client responding to the classroom following the study. Given that the
teachers had received training in tvo very different styles of interacting
with the clients
,
the data suggest which of the two styles are "being used in
the classroom.
Validation sessions
. The data collected for the k6 validation raters of
the video-taped samples of sessions were analyzed using a t. test for
dependent means (Hays, 1973, pp. h2k-k2l). Ratings were compared separ-
ately for each teacher, using the difference scores across Request and
Command sessions for each of the eight descriptors investigated.
Client Behavior
Compliance. Figure 1 presents the compliance data. Typically, baseline
data for all teacher-client interactions were variable. In the two sit-
uations in which the CoTmTwnd condition directly followed baseline (i.e..
Teacher 1 - Sam; Teacher 2 - Judy), the percentage of compliance either
decreased over baseline or remained within the baseline range. In the four
situations in which the Request condition followed baseline, the percentage
of compliance reflected gradual and steady increases over time.
When Command sessions followed the Request condition, the percentage
of compliance tended to begin at a high rate and subsequently diminish over
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Figure 1. Percent compliance during baseline, request and command
conditions, for Sam and Judy, across Teachers 1, 2, and 3.
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time. This is demonstrated with Teacher 2 - Sam, Teacher 3 - Sam, and
Teacher 3 - Judy. In the instance of Teacher 1 - Judy, with the exception of
session 25, the data remained at the same or higher level as during Request
.
For the Request condition for Teacher 1 and Sam, compliance increased
to a higher level than in the previous two conditions
. Under the Request
condition for Teacher 2 - Judy, Judy's compliance increased and remained
over the rates established in the preceding two conditions.
In general. Request conditions tended to reflect increases in com-
pliance over time, as compared to the other two conditions. The teachers
initially had difficulty in interacting within a Request style of inter-
action, although as they began to be accustomed to this style, they were able
to act in this manner with proficiency. Command sessions tended to begin
with higher rates of compliance, but a drop off in responding occurred over
time.
Figure 2 presents the Absolute Mean Ratio (AMR) results computed for
the raw compliance data. The results reflected higher and more stable
rates of responding within the Request condition for Teachers 1 and 2 - Sam
and Teacher 2 - Judy. The remaining teacher-client pairs showed more
stable and somewhat higher compliance rates for Request session, as
compared to Baseline or Commfl,nd conditions.
Overall, the AMRs computed for compliance illustrated more stable, and
often higher rates of compliance during the Request style, regardless of
teacher.
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Total time on-task. Figure 3 reflects the data for percentage total
time on-task. It should be noted again that this measure is a total of
intervals in which clients either complied or were on-task. Thus, this
measure provides an approximate measure of the amount of time the clients
were engaged in one of three leisure activities, either because (a) the
teacher instructed them to work, (b) the client initiated the task, (c) the
teacher prompted the client to work and/or (d) the client was working on the
activity.
The findings paralleled those found for the compliance data. In the
two cases in which Command sessions followed baseline, there was a
decreasing trend in percent on-task for Sam with Teacher 1, and a fairly-
stable percentage of responding as compared to baseline for Teacher 2 with
Judy. In the four cases in which Request followed baseline sessions,
responding tended to drop to a lower level and subsequently reflected a
steady and gradual increase.
In two of the occasions when ComrnflrK^ followed Request conditions
(Teacher 2 - Sam and Teacher 3 - Sam), total time on task showed a gradual
decrease downward. Total time on-task remained at a higher level, however,
in the case of Teachers 1 and 3 with Judy.
For both Teacher 1 - Sam and Teacher 2 - Judy, Request sessions began at
a lower percentage of responding. In the case of Teacher 1, there was a
steady increase to a higher percentage as compared to the remaining two
conditions . The Request condition for Teacher 2 - Judy demonstrated that
responding remained within the range established during the preceding two
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conditions
.
Figure h reflected higher rates of responding for Request for Teacher 1
- Sam. Responding was slightly higher in the cases of Teacher 2 - Sam, and
Teacher 2 - Judy. However, the Command condition reflected higher and/or
more stable levels of responding in the remaining three teacher-client
pairs
.
Self-stimulation. The percentage data for self-stimulation was quite
variable throughout the study, as can be seen in Figure 5. The AMRs
portrayed in Figure 6 reflected somewhat lower or more stable rates of self-
stimulation under the Request contingencies for Teachers 1,2, and 3 with
Sam. Self-stimulation was highest in Request conditions for Teachers 1 and
2 with Judy.
However, compliance was at the lowest or more stable rate under the
Command condition for Teacher 3 with Judy.
Negative behavior. The percentage of negative behavior data is shown in
Figiare T. The data for Teacher 1 - Sam reflected an escalation of negative
behavior in the Request condition, as did the negative behavior of Judy with
Teacher 3. The most marked Increases in percentage of negative behavior
occurred under Comnwnri conditions for Teachers 1 and 2 with Judy. Also,
although negative behavior dropped off during the Command condition initi-
ally for Teacher 3 - Judy, the trend began to Increase over time.
The negative behavior Increased with the start of the Request cond
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ition for Teacher 3 with Sam, but dropped to a consistently low level where
it remained during Command. The onset of the Request condition for Teacher
2 with Judy demonstrated a drop off in negative behavior to 0 levels.
Figure 8 reflects very variable ranges for the AMRs for nearly all
conditions for each teacher-client pair. There was one notable exception.
The rate of negative behavior was the most stable and within the lower end of
the range during baseline for Teacher 2 with Judy.
No response. The percentage of no responding is portrayed in Figure 9.
The most notable decreases in this behavioral category occurred under
Request conditions for Teacher 1 with Sam, and Teachers 1, 2 and 3 with Judy.
The Command condition was associated with marked increases in percentage of
no responding for Teacher 1 - Sam, and to a lesser degree. Teacher 1 with
Judy. Overall, the percentage of no responding, however, appeared most
consistently to be the lowest during the Request condition.
The AMRs in Figure 10 reflected clearly lower rates of non-responding
in the Request condition in three teacher-client pairs—Teacher 1 with Sam
and Judy, and Teacher 2 with Judy. Responding, however, was lowest for the
Comma,nd condition for Teacher 2 with Sam, while negligible differences
occur with the remaining teacher-client pairs.
Teacher Behavior
Teacher behaviors, it will be recalled, are presented to verify that
the independent variable was managed as planned. The data described below
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do indeed indicate that this was the case.
Verbalizations. Figure 11 reflects clear differences in the use of com-
mands and requests in the corresponding conditions; that is, teachers' use
of commands predominated during the Command condition, as well as during
baseline. Conversely, they utilized a majority of requests during the
Request condition.
The total amount of verbalizations often appeared to be at a higher
percentage during Command sessions
. Figure 12 confirms this difference in
two teacher-client pairs : Teacher 1 with Sam and with Judy. With Teacher 2
,
the total verbalizations is actually lowest and most stable during the
Command condition. The AMRs computed for teacher 3 showed that verbaliza-
tions occurred least often during baseline sessions.
Gesture and physical
.
Physical prompting appeared to be used less over
the course of the study for teacher 3 with Sam and Judy, as reflected in
Figure 13. Also, the total percentage of gestural and physical prompting
appeared to be less iinder Request conditions than Command conditions for
both teachers 1 and 3 with both clients.
The impressions conveyed from a visual inspection of the data are
confirmed by the AlVIRs in Figure ik for Teacher 1 with Judy only. For Teacher
1 - Sam, the rate of total prompting was most stable in the Request condition
but within the range of responding of the other two conditions . Rather , the
use of prompting under Command conditions was highest and/or the most stable
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for several teacher-client pairs: Teacher 1 - Sam, and Teacher 3 for both
clients
.
Praise and criticism. How much praise and criticism to dispense was not
planned. The teachers, however, were encouraged to praise consistently
regardless of style of interaction, and to intervene to decrease inap-
propriate or off-task behavior (i.e., by using "criticism"). The intent
was to attempt to keep these factors constant across conditions in order
that differential effects would not be attributed to systematic changes in
these variables. (Therefore, a significant result might be differential
usage of reinforcement, especially to account for differences in rate of
compliance between Comma,nd and Request conditions )
.
Figure 15 shows the praise and criticism data in a parallel histogram
format. Praise appeared to occur at a higher percentage for Teachers 1 and
2 - Judy during Request as compared to the other two conditions; however,
praise also appeared to be lower for both the Request and Conrniflnd
conditions for Teacher 2 with Sam, as compared to baseline.
In Figure l6, the AMRs reflected the following outcomes for praise:
More stable, but not higher usage of praise for Teachers 1 and 3 with Sam, and
Teacher 3 - Judy in the Request condition; a higher usage of praise in the
Request condition for Teacher 2 with Judy; praise was used at a more stable
and high rate during Co^and for Teacher 1 - Sam; and lower rates of praise
used for both Request and Command conditions as compared to baseline
sessions for teacher 2 - Sam.
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Criticism was at the lowest rate in the Request condition with Teacher
1 and 2 with Judy, and highest and/or more stable under Command conditions
for Teacher 3 with both Sam and Judy.
In comparing back to the corresponding percentages and rates of
compliance shown earlier in Figures 1 and 2, the usage of praise and/or
criticism did not appear to account for any of the differential effects
noted between Request and Command conditions.
Summary of Client and Teacher Data
Thus, the results demonstrated that, over time and regardless of
teacher, the Request condition tended to occasion higher rates of com-
pliance by the clients. This outcome took place despite that few sys-
tematic differences were noted between the use of praise and criticism by
the teachers. The teachers did often use more total verbalizations, more
prompting, however, in the Command condition despite not being specifically
instructed to do so.
Overall, differential effects were inconsistent for the remaining
client indices. Self-stimulation appeared to be the least affected by the
changes in experimental conditions. Negative behavior
,
however, did often
escalate during the course of certain Command conditions, whereas the
Incidence of no responding decreased most consistently to low levels during
the Request condition.
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In-class Follov-up
Table 3 shows the in-class follov-up data for Teachers 1 and 2 vith Judy
only. The percentage responding for each behavioral category was compared
to the mean percentage responding per condition for the data gathered
throughout the study.
Teacher behavior
. The data for Teacher 1 reflected a style of interaction
that was part request and part command. While this teacher used more
commands than was typical of a request style, she also used a number of
request statements in her interaction with Judy.
The most notable findings for Teacher 2 were that he used few verbal
commands and predominately used requests to occasion on-task behavior.
This was a style of interaction that was high:iy similar to the request style
of interaction.
Neither teacher offered Judy choices in her task. This might be due to
the fact that the observation session occurred while Judy was working on
only a single objective with her teachers . However, to this observer, some
opportunities existed within the task for offering choices that were not
utilized by either teacher.
Teacher 1 maintained a high rate of praise throughout the in-class
session. Teacher 2's use of praise, however, was most similar to the
Command condition.
Table 3
in-class follov-up compared to average withln-conditlon responding
(All numbers are expressed as percentages)
Teacher #1 -
B R c
Teacher Behavior
verbal 31.00 09 .00 ki.oo
gesture 1*9.00 27 .00 59.00
physical 06,00 Ok 00 05.00
choice O.liO 03 00 0.00
request 02.00 23 00 02.00
praise 21.00 30. 00 30.00
criticism 09.00 02.00 09.00
Teacher #2 - Judy
class B C R class
2l<.00 21*. 00 29.00 0.01 0.03
1+0.00 1*5.00 1*8.00 1*9.00 1*2.00
03.00 13.00 15.00 10.00 ll*.00
0.00 0.00 0.00 03.00 0.00
11*. 00 06.00 0.1*0 27.00 12.00
1*1.00 10.00 01*. 00 15.00 05.00
08.00 09.00 06.00 06.00 07.00
Client Behavior
total on-
task 1*6 .00 55 .00 61.00 65 .00 63.00 67.00 67 .00 93 .00
compliance 1*8 .00 59 .00 1*8.00 78 .00 71.00 57.00 72 .00 82 00
self-stlm 51 00 58 .00 56.00 60 00 1*6.00 51*. 00 62 00 63 00
negative 09 00 16 00 19.00 05 00 06.00 21.00 12 00 02 00
no response 03. 00 02 00 03.00 0. 00 0l*.00 02.00 0. 1*0 0. 00
T8
Client behavior. For Teacher 1, Judy's negative responding vas low and
there was no incident of no-responding. The levels of hoth total on-task
and compliance reflected higher percentages than achieved for the means of
these categories during the course of the study.
As with Teacher 1, both negative behavior and no responding were at a
very low percentage for Teacher 2 with Judy, Total time on-task, as well as
compliance, were both at an extraordinarily high level for Judy.
Validation Sessions
Tables k, 5 and 6 present the results of the analyses conducted on the 6
two-minute video-taped session samples . (Recall that the group that rated
the sessions was composed of 2h persons from the Psychology Department at
the University of Massachusetts, and 22 persons from Riverside Industries
in Easthampton, Massachusetts. The average age of the raters was approxi-
mately 27, with a range of 19 to 5^. The majority of the raters (23) were
students, l4were teachers of the developmentally disabled, k were adminis-
trative personnel, 1 a faculty member, 1 a nurse and 3 were categorized in
another category).
All raters had experience with the developmentally disabled, through
coursework and/or applied experience. The average time spent directly
working with the developmentally disabled was also asked of the raters.
The range was from 0 to 8 years , with an average of 2 years , four months . The
final bit of information gathered for the raters was that of highest degree
19
earned. One rater had a doctorate, 7 had master's degrees, 11 had B.A.s, 1
an R.N., 23 were at an associates degree level, and three had high school
diplomas
.
The t test for correlated means was conducted, by teacher, across
Command and Request condition sessions, for all h6 raters and for each of the
8 pairs of discriptors. Since Request conditions were rated on the lower
end of the scale, negative t statistics were generated, although the minus
signs are not included with the t scores in Tables k-6. As is evident from
the mean difference scores, standard deviations, standard errors and T
scores, the raters discriminated differences between all the indices for
each of the teachers, with the exception of instructive-recreational for
teachers #1 and #2.
Thus, overall, the raters viewed the Request sessions as being
significantly more gentle, pleasant, on-task, requesting, friendly, rein-
forcing and less restrictive than Command sessions, for each teacher.
Raters rated the category of instructive-recreational as more instructive
in the Request condition for teacher #3 only.
Table h
Results of Validation Ratings for Teacher 1
across Request and Command Conditions
Teacher #1
Mean SD SE
instructive-
recreational 0.13 2.28 .3k
gentle-coercive 1.52 1.39 .21
pleasant-
unpleasant 1.91 1.76 .26
on-task-
off-task 2.78 2.U8 .37
requesting-
commanding 1.5 2.36 .35
friendly-
unfriendly 1.52 1.62 .2k
reinforcing-
punishing 1.58 1.18 .17
least restrictive-
most restrictive 1.22 1.79 .26
0. 3886
1. k02k
7.3652
7.595U
I1.303U
6.3877
9.0857
U.6185
*P< .05
Table 5
Results of Validation Ratings for Teacher 2
across Request and Command Conditions
Mean
instructive-
recreational O.UT
gentle-coercive 0.83
pleasant-
unpleasant l.TO
on-task-
off-task 1.3T
requesting-
commanding 1.35
friendly-
unfriendly 0.T6
reinforcing-
punlshing 1.06
least restrictive-
most restrictive 1.33
Teacher #2
SD SE
2.08
1.9T
2,2k
h.'?9
2. 73
2.10
1.90
1.6l
.31
.21
.33
.68
.1+0
.31
.28
.2k
1.5563
2.Qkk3
5.13i+T
2.0252
3.3ii32
2.U5T9
3.7983
5.5992
*p<
.05
Table 6
Results of Validation Ratings for Teacher 3
across Request and Command Conditions
Mean
instructive-
recreational 1.17
gentle-coercive 3.02
pleasant-
unpleasant 2.6l
on-task-
off-task 0.63
requesting-
commanding 3.39
friendly-
unffiendly 3.20
reinforcing-
punishing 1.72
least restrictive-
most restrictive 1.70
Teacher #3
SD SE
2.09
1.99
2.32
1.90
2.12
2.22
2.18
1.72
.31
.29
.3h
.28
.31
.33
.32
.25
T
3.8091
10.2764
7.6146
2. 2486
10.8305
9.7310
5.3248
6.6710
V .05
CHAPTER IV
DISCUSSION
While not striking, the results of this study do appear to support the
conclusion that, over time and regardless of teacher, the Request style of
teacher-client interaction occasioned higher rates of compliance by the
clients. This effect was not achieved immediately concurrent with a
condition change to the Request style, but rather developed over the course
of a number of sessions
,
as the clients began to discriminate differences in
the teachers
'
antecedent instructions
. Similarly, the reverse appeared to
be true of the Command condition. The clients tended, at first, to respond
with a high level of compliance. Over time, a decrease in the percentage of
compliance resulted, often along with corresponding increases in 'negative
behavior' and 'no responding'.
In general, inconsistent effects were noted for the other client
behaviors. 'No responding' was often the lowest and/or most stable during
the request style of interaction, but few systematic effects were noted for
'self-stimulation' across the three conditions.
A second outcome of this study was derived from the in-class follow-up
sessions. The teachers used a higher percentage of requests in class as
compared to baseline usage of verbalizations. Teacher 2, in particular,
interacted with Judy in a predominately Request style that closely resem-
bled the mean percentage use of requests during this condition. Both
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teachers also occasioned higher rates of both compliance and on-task
behavior than usually were evidenced during the study.
The third major outcome was derived from the validation sessions . It
was hoped that by showing these tapes to naive raters they would discrimin-
ate differences between the two styles of interactions, in order to lend
face validity to the project
. Instead, the outcome provided much more than
expected. Not only were the raters able to discriminate differences in the
styles, but the magnitude of difference demonstrated that the two styles
could be distinctively characterized. The Request style was endorsed with
overwhelmingly more positive descriptors attributed to it. Therefore,
teachers might be more amenable to implement an approach that is viewed in
such a positive manner.
There are a number of secondary considerations, however, that were
revealed by this project. First, the project demonstrated the feasibility
of instructing teachers to interact with clients in two very different
manners. This contention is supported by both the (a) quantitative differ-
ences documented between Baseline , Command and Request conditions , gath-
ered by the observational system for the indices of verbalizations,
prompting and use of consequences, and (b) the outcome of the qualitative
validation sessions ratings carried out by the h6 naive observers. Dis-
crlminable differences in the two teacher styles were detected by clients
over time and by the naive observers, in both the quantitative and quali-
tative measures.
The k5 minute training sessions were very simple to employ, however.
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The teachers vere not told about expected outcomes, hut through the use of
the scripts, role-playing and discussion, were very successful In imple-
menting the request or command styles.
Secondly, the observational system departs from the traditional 5
second time allowance used between a given teacher verbalization and client
compliance (i.e.. Peed et al.
, 1979; Russo et al., 1981) to a 2 second time
span. This allows for the documentation of the use of gestural and physical
prompts to occasion the on-task behavior of severely developmentally dis-
abled clients. Teachers of this population are often as likely to use
gestures or physical prompts to indicate a desired response as they are to
use verbalizations
.
A system that only would rely on verbalizations could
overlook a wealth of data gathered by directly measuring teachers ' prompt-
ing. The observational system also provided a precise account of off-task
behaviors
.
Third, several other points concerning the employment of the observa-
tional system are noteworthy. This system composed of 120 five second
intervals could lend Itself to an Intensive analysis of the flow of teacher
and client responding within a session. Although this was not the intended
purpose of this study, the observation sheets provided a fine-grained
blueprint of what transpired during a session, independently from the video
tapes. The more commonly used 20 second interval relied on too large a
"chunk" of time to allow for this type of analysis.
This was an intensive system of analysis. Due to the 5 second inter-
vals, close attention was required to teacher and client behavior through-
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out a session. This was beneficial, however, since it occasioned less ob-
server "drift". The high interobserver agreement indices justify the
feasibility of employing such an observational approach. Furthermore, the
system was surprisingly simple to use for the in-class follow-up sessions.
It had been expected that recording teacher and client behavior in the
classroom would be difficult, since the system had been developed for the
more controlled experimental sessions. However, it was determined that
the system was successful in accounting for the teacher-client interactions
in class quite well. There were no instances of behavior that could not be
coded within the system.
Finally, the study provided documentation of the implementation of the
independent variable. Peterson, Homer & Wonderlich (1982) recently point-
ed out that most of the concern in applied research has been directed at the
measurement of the dependent variable only. Usually, one must accept the
description of what was implemented as the independent variable. The
present study measured the effectiveness of the degree to which the teachers
actually carried out the request or command forms of verbalizations. The
stacked-bar histogram presentation of total verbalizations per sessions
provided an easy view of the amounts of types of verbalizations delivered
per session. As is apparent, teachers did indeed give commands primarily
during Command conditions and requests during Request conditions . Teach-
ers were, however, permitted to use a few commands, if necessary, in Request
sessions, and this was documented in the graphs as well.
Implications for Applying a Request Style
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There are a number of implications for applying a request style of
teacher/client interaction, in preference to a command style, that are
derived directly from three sources : (a) the data collected in this study,
(b) anecdotal findings associated with the main data collection, and (c)
feedback from teachers, faculty, research assistants and others acquainted
with this study. These points are worth noting, especially if the request
style is to be used with higher functioning clients or with a different
population.
Restrlctlveness of approach . Teachers need to specify the parameters of
behavior they are willing to accept from their clients. They may provide
several alternatives for clients, but they also must firmly adhere to these
alternatives. In other words, consistently and firmness from the teachers
is still very much a part of a request style. The clients may not do
whatever they wish. While this approach might seem "hiimanistic" to some
observers the goal is simply to capitalize on clients' preferences to
promote adaptive behavior.
This view parallels an earlier quote from White and Lippitt (196O, p.
2), in which they emphasized the practical limits of freedom. Teachers
still remain in a decision-making capacity for their students. Thus, they
should still define the limits within which they wish students to behave.
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although they can build more flexibility into these limits.
The request style used in this study was carried out with very low
functioning clients
.
While the clients were suspected to have fairly good
receptive language skills, they were non-verbal and had difficulty indepen-
dently demonstrating the most basic of skills (i.e., self-help, academic,
vocational, etc.). The approach used for these clients was implemented
within very restrictive limits, as clients were provided with limited
choices and were requested to emit behavior that they would be required
sooner or later to do anyway
. For instance, the clients were required to
come into the room, work on an activity, clean up, and so on, albeit in
response to instructions delivered in a gentler manner than in the command
style. "Choices" were limited to one of two activities. There was no
"free choice", in the sense of unlimited options.
Thus, it could be argued that the request condition was only slightly
less restrictive than simply telling the clients to do what was required.
However, this level of restrictiveness is directly attributable to the
functional level of these two clients. Varied choices would be more
appropriate among higher functioning clients (or a population such as
school children, adolescents, and so on). Such students might contest the
arbitrariness of their teacher's expectations of behavior in the first
place. For example, if a higher functioning client did not wish to engage
in an activity specified by the teacher and wanted to do something else
instead, one might question the arbitrariness of the demands. Rather than
insisting on the basis of their authority that students comply, teachers
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might try to provide more opportunities for students to make their own
decisions
.
Teacher adaptability to a request approach. The three teachers in this
study appeared to have an easier time adapting to the command style of
interaction. The command style was similar to one often recommended for
fostering client responding, in that it primarily relied on clear instruc-
tions and follow-through with consequences to promote particular "behavior.
As evidenced by baseline data, the teachers were already using a command
style although not quite to the extreme extent required in the experimental
condition. The request style, on the other hand, initially appears to more
effortful than necessary. After all, the easiest way to produce a certain
response is to tell the person to do it! Yet this is not necessarily the
easiest, especially when clients resist complying; that, of course, was the
initial basis for this study.
The teachers, at first, failed to be sufficiently assertive in posing
requests to the clients. For example, they asked, "Do you want to come in
the room?" repeatedly, and passively waited for the client to initiate the
required response. When it was suggested that they provide the clients
with more assistance, the teachers grew more comfortable with the request
approach.
Also, teachers were more proficient when they could define the limits
within which they could allow the client to respond. This point alludes
back to the previous section concerning the restrictiveness of the ap-
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proach. For example, the first day that a certain teacher was implementing
the request style, she asked the client, "Do you want to do the beads or the
block box?". The client instead got out of his chair and attempted to leave
the room. The teacher turned to the experimenter and asked, "Can he do
that?" The experimenter replied, "No, he can either work on the beads or
the box, but he must do one or the other . " Thus , the teacher redirected the
client back to the choice situation. The client then made a choice and
proceeded to evidence a fairly high percentage of on-task behavior.
Once the teachers grew accustomed to the request style, they reported
that they liked using it very much. Part of this might have been due to the
clients complying more often.
The initial low rates of compliance evidenced in the request condition
and the high rates in the command condition are highly similar to differ-
ences noted in reinforcement and punishment paradigms (i.e., see Azrin &
Holz, 1966; Sulzer-Azaroff & Mayer, 19TT). Reinforcemnt has been noted to
have a gradual increasing effect on behavior; punishment promotes rapid
decreases in behavior. Punishment is used by persons due to the rapid
Initial decreases in responding, most likely because this effect is
reinforcing to the practitioner. However, side effects such as aggression
detract from the usefulness of punishment as a viable treatment approach.
Rationale for Use . Even if no differences were detected between rates of
clients' responding, there is a compelling reason for using a request
approach with noncompllant clients. Although hierarchies of aversive
procedures with clients have been arranged (i.e. , using extinction prior to
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time-out, over-correction before water mist sprayed in the face, as In May
et al., 1975), no preferred hierarchies of constructive approaches to
changing the behavior of difficult clients are documented.
The validation raters did view the Request session samples as being
more pleasant, gentler and less restrictive than Comnd sessions. Al-
though the teachers did not use more praise (except with one teacher-client
pair) in the Request condition, the raters did view these sessions as being
more reinforcing. Actually, during the request condition, teachers did
apply less criticism (e.g. , in the form of providing less physical guidance)
to terminate noxious client behaviors (i.e., self-stimulation or negative
behavior)
.
Overall, the use of fewer interventions by the teacher probably
helped characterize these sessions as pleasant.
Because people seem to view the request style as noncoercive, an
approach of this sort should probably be tested for several days prior to
turning to more aversive approaches, such as time-out. The most difficult
task will be in establishing effective parameters of the request approach
for individual clients: restrictions, choices, the legitimacy of teacher
requests, and so on. However, practitioners are continually faced with
similar challenges to select and modify approaches for individual clients,
so this should present no additional basis for concern.
Theoretical Explanations
An account of the controlling variables seems necessary, given that
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there were some differences in responding as a function of the styles of
interacting. While this study was directed primarily at globally describ-
ing possible differences as a function of the Request or CoTmranri interven-
tion packages, an explanation of the probable causes of these differences
may encourage further fine-grained analyses of these styles of teacher-
client interactions.
One might compare a Command style to an often used example of
reinforcement: nagging. This is an example of negative reinforcement.
For example, if a person responded by cleaning his room after being nagged by
a parent, it could be said that the nagging represented an aversive
stimulus; the response served either to escape from or terminate the
aversive stimulus.
Thus, the Commflnd style might constitute an aversive condition for
some clients. If they respond, it might be to terminate or avoid the
coerciveness of the teacher's behavior. The situation could then be
described as a negative reinforcement contingency. However, if the cli-
ents do not respond to teacher instructions, the situation might otherwise
be described as a punishment contingency. Overall, clients who are noncom-
pliant to teacher demands, and engage instead in negative behavior, appear
to be responding to contingencies involving aversive stimuli.
The Request style in contrast to the Command style may provide a set of
circiimstances more akin to a positive reinforcement paradigm. If clients
are provided with a choice of responses, even though they are one of the two
required to perform, there is no stimulus to terminate. The choice permits
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them to select a more preferred response. And even though the requests are
as demanding as the commands in fostering a specific response requirement,
the clients might respond due to the more pleasant voice inflection.
Skinner (1957) has also distinguished between the effects of commands
and requests. He viewed commands as fostering a situation in which people
respond to avoid the threat of aversive consequences, whereas requests
occasion a situation for successful responding (i.e., the speaker's
behavior specifies a reinforcer). Skinner did not, however, cite an
example of when people do not respond to commands , which is the focus of this
thesis. The aforementioned analysis, that commands constitute aversive
stimuli, still holds; that is, that some clients are noncompliant to staff
commands could be traced to these individuals' learning histories.
Skinner (1968) once described the difference between positive and
negative reinforcement. He saw positive reinforcement as a different sort
of external control in which "people do what they want to do instead of what
they have to do", even though the same goals may be achieved by both types of
contingencies (pp. 30-31). Thus, although the consequences may be con-
stant, antecedent stimuli can set the occasion for different types of
responding.
This discussion relates back to the prior remarks on power and counter-
control. Just what occasions a person to express counter-control in reac-
tion to various demands? A definitive answer of "why" is not possible at
this time. A behavioral account can, at best, still hope to account for the
controlling variables of a control and counter-control situation. That
9k
one student might not comply vith teacher instructions and another vlll, is
simply a product of an individual's learning history.
Theoretical arguments still provide the most useful description of
"vhy". In looking to the work of family therapists (Watzslawick, et al.,
I96T) and their account of complimentary relationships, it seems plausible
that an unequal power relationship might be augmented with the command
style, or mitigated to some extent with a request approach. The request
approach might necessitate the use of less counter-control, as the power
relationship between teacher and student is more equitable.
Similarly, Brehm (1966; & Brehm, 1981 ) might point to less threat of
freedom in a request style of interaction. Students are given more say in
the behaviors in which they are required to engage. The communications
experts (i.e., Mehrabian, 1971) also would agree; they, however, would
focus on the particular mode of verbal and non-verbal teacher behavior that,
in part, comprised the request style of interaction.
It is interesting to note how various social scientists have ap-
proached peoples' interactional styles, albeit from slightly different
vantage points. They all agree on several main points to this thesis:
people can interact in different manners depending on what they are required
to do. Further, the manner in which they are instructed to do these
behaviors con have some impact on behavior.
Further research could focus on some specific parameters of a request
style. For instance, it would be important to investigate what types of
non-verbal communication will foster different types of student respond-
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Ing. Voice intonation might be adequate, or specific wording might be a
factor. Likewise, body language (i.e., smiling, nodding, forward body
lean, arms folded, etc) might produce some differential effects.
Specific behavioral research could compare a request style with and
without the use of choices in a teacher-client interaction. Other research
projects might control for exact amounts of reinforcers dispensed in a given
session, or investigate the parameters of offering choices with higher
functioning clients or with normal students.
Thus
, there is a vast amount of possible follow-up research to specifi-
cally investigate within the global account implemented for this project.
The wide range of teacher antecedents that might be used to influence
clients' behavior still remains an uncharted territory.
Conclusion
Thus, this study appears to set the stage for further investigations of
preventing negative and promoting positive responding by managing antece-
dent conditions. It also should encourage teachers to become sensitive to
and examine how their interactional styles may be influencing students'
responding. This analysis remains to be attempted with higher functioning
clients, and with clients who exhibit extreme forms of negative behavior
while refusing to comply to teacher demands.
At the present time, the teachers from the facility in which the study
was conducted have recommended recently that a request-choice style of
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interaction be implemented as part of two other clients' Individualized
Service Plans (iSP). That the teachers have been so amenable to this
approach, not only because they like the focus of this style but because they
also are grateful to have some general parameters for interacting with
clients, was a welcome outcome to the study.
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You are about to see a series of two minute samples from different
video-taped sessions
.
In each session there will be a teacher and a client
engaging in a leisure activity.
After you view each of the sessions, you will be asked to rate the
sessions according to various dimensions.
I understand that my participation in this study is volmtary and that
I may withdraw my participation at any time.
I understand that my name will be kept confidential, as also will be my
specific answers to the questions.
I also understand that the identities of the teachers and clients in
the tapes must be kept confidential by me.
name
title
highest degree held
age date
110
General Instructions
After you view the first sample tape, you vill te asked to rate
your impressions of the sessions along eight different dimensions.
Mark an "x" along each dimension, closest to the term that fits your
impression of the teacher/client interaction. The closer you mark the
"X" to 1 or 7, the closer you've determined the session corresponds to
a given term, as in the following example:
1 2 3 J+ 5 6 T
happy sad
In this case, the session was rated as "very sad". "Very happy" would
"be:
1 2 3 U 5 6 T
happy . sad
If a dimension is scored as neutral
, it would look like this:
1 2 3 ii 5 6 T
happy sad
It is best to score a dimension closest to either "l" or "7", and
avoid the middle numbers if possible.
Once you've completed the dimensions for a tape do not turn the
page. Simply look up. The next samples will then be shown, one at a
time. Carefully read the dimensions when you score them, as they may
vary occasionally .
Stop Here
Tape #1
1 2 3 1| 5 6 T
instructive recreactional
1 2 3 ii 5 6 T
coercive gentle
1 2 3
pleasant
5 6 T
unpleasant
on-task
1 2 3 H 5 6 T
off-task
1 2 3 1+ 5 6 ?
coimnanding requesting
12 3^567
friendly unfriendly
12 3 1+567
reinforcing punishing
1231+567
most least
restrictive restrictive
Stop here
Tape #2
1 2
instructive
h 5 6 1
recreactional
gentle
1 2 3 i| 5 6 T
coercive
12 3
unpleasant
5 6 T
pleasant
1 2 3 i|
off-task
5 6 7
on-task
1 2 3 1; 5 6 T
requesting commanding
12 3 1+
friendly
5 6 7-
unfriendly
12 3k
reinforcing
5 6 7
punishing
1 2 3 ii 5 6 7
least most
restrictive restrictive
Stop Here
Tape #3
1 2 3 1+ 5 6 T
recreactional instructive
1 2 3 i| 5 6 T
gentle coercive
12 3 1+567
pleasant unpleasant
1 2 3 U 5 6 T
on-task off-task
1 2 3 U 5 6 T
requesting commanding
1 2 3 U 5 6 T
friendly imfriendly
1 2 3 i+ 5 6 T
punishing reinforcing
1 2 3 1+ 5 6 T
least most
restrictive restrictive
Stop Here
Tape #U
1 2 3 4 5 6 T
instructive recreactional
1 2 3 i+ 5 6 T
gentle coercive
12 3 1+
pleasant
5 6 T
unpleasant
12 3 1+5
on-task
6 T
off-task
1231+
commanding
5 6 T
requesting
1 2
unfriendly
3 1+ 5 6 T
friendly
1 2 3 1+ 5 6 T
reinforcing punishing
1 2 3 1+ 5 6 T
most least
restrictive restrictive
Stop here
Tape #5
12 3 4 5 6 7
recreactional instructive
1 2 3 i| 5
coercive
6 7
gentle
1 2 3 1^
pleasant
5 6 7
unpleasant
1 2 3 5 6 7
off-task on-task
1 2 3 li 5 6 7
requesting commanding
1 2
unfriendly
3 1+567
friendly
1231+
reinforcing
5 6 7
punishing
1 2 3 ii 5 6 7
least most
restrictive restrictive
Stop here
Tape #6
1 2 3 i| 5 6 T
instructive recreactional
gentle
1 2 3 U 5 6 T
coercive
1 2 3 )4 5 6 T
pleasant unpleasant
12 3 4 5 6 7
on-task off-task
1-23^567
requesting commanding
12 3^+567
friendly unfriendly
1 2 3 i+ 5 6 7
reinforcing punishing
1 2 3 5 6 7
least most
restrictive restrictive
Stop Here

